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Peer Assessment as a Collaborative Learning Tool in EFL Secondary Classes
Abstract

Peer assessment is a collaborative learning tool which can be used to promote an active
learning environment. It has been described as an effective, learner-centered, and democratic
technique which can be practiced in various educational settings. The purpose of the current
research was to describe EFL teachers’ and students’ attitudes towards peer assessment
activities in secondary education. This study utilized a qualitative approach to obtain in-depth
reflections and experiences of participants. Face-to-face interviews were employed as a data
collection tool. Non-probability purposive sampling strategy was used to collect data from
participants. Qualitative data was analyzed by inductive thematic analysis and included direct
quotations of the respondents. The findings indicate positive attitudes towards peer
assessment by both study groups and demonstrate the wide use of this technique in secondary
education. As a result of the interviews, six main themes in each study group were revealed.
The respondents reported such barriers of peer assessment as subjectivity in grading, lack of
prior instruction and expertise, adverse relationships between peers, and student passiveness.
Therefore, the participants suggested providing clear rubrics and explanation, moderate
implementation of peer assessment in a classroom, and using formative peer feedback to

eliminate potential bias.

Keywords: peer assessment, collaborative learning, secondary education



Opra binim beperin Mekrente Arsutisia Tinin OxpiTyna bipin-6ipi baranay bipnecken
Oky Omici Perinne
AHaaTna

Bipin-6ipi 6aranay - Oy 6eJICeH i OKy OpPTachIH KYpy YILIiH KOJaHyFa O0IaThIH
KOJITa0OpaIMsIIBIK OKBITY Kypaiibl. O opTypiii 6i1imM Oepy MekeMenepinae KoJaanyra
00JaThIH THIM/II, OKYILIbIFa OaFrJapiIaHfaH XKoHE JEMOKPATHSUIIBIK 91iC PETiH/Ie CHIIaTTala/bl.
ArtanraH 3eprrey i Makcatel EFL OKBITYIIBIIIApEI MEH OKYIIBIIIAPBIHBIH OPTa MEKTENTET]
0ipiH-Oipi Oaranay KbI3METiHE KaTbIHACKIH cUNaTTay 00kl by 3eprreyne
KaTBICYIIBIIAPABIH TOXKIpUOEC] Typalibl AEpEKTep ally YILiH caraibl 9JIiC MaianaHbUI/IbL.
JepexTepi )xuHay KypaJibl peTinze cyx0ar naiinanansiiasl. KaTeicymsiapaan aepexrep
JKUHAY YIIIiH T€H €MeC MaKCaTThI ipiKTey CTpaTeTusChl MaiaaianbUiabl. bynan 6acka, camabl
JIEPEeKTep MHAYKTUBTI TAaKbIPBINTHIK TAIIAY 9ICIMEH TaJlJaH/IbI )KOHE PECIIOHICHTTEPIIH
TiKeNel ToleKco3IepiH KaMThIIbl. AJIBIHFaH HOTIDKETIep €Ki 3epTTENIeTiH TOITa 13 e3apa
Oarasiayra OH KO3KapacTbl KepceTe/li )koHe opTa OiiM Gepyie OChl 9iCTi KeHiHEeH
Kosianyabl kepcereai. Cyx6ar HoTHxKeciH e 9pOip 3epTTey TOOBIH/IA alThl HET13T1 TaKbIPbII
aHBIKTANBL. PecrionneHTTep O6aranayaplH CyObeKTUBTLIIT, AJIJIBIH ajla OKBITY MEH
OUTIKTLTIKTIH KOKTBIFBI, KypJacTapbl apachbIHIAFbl KOJAaiChI3 KapbIM-KAaThIHAC JKOHE
OKYIIBUIAP/IbIH MACCUBTIIIT CHSKTHI O1piH-0ipi Oaranay bl Kyprizyre KeAepri KeaTipeTin
Kezeprinepai aran etTi. JKorapeiga KepceTireH Keiepriiepre CyiieHe OThIpHIIL,
KaTBICYIIBIIAp HAKTHI alijapiaap MEH TYCiHiKTeMenep Oepy/i, ChIHbINTa OipiH-0ipi Oaranay bl
OipKeJKi eHri3y /i )KoHe aNeyeTTi OelTapanThUIBIKTHI KO0 YIIiH Oi1piH-0ipi Oaranay bl

KaJIBIITACTRIPYIIBI Kepi OaliyaHbIC HICAHBIH/A Maii1aany bl YCHIH/bI.

Tyuiin ce30ep: 6ipiH-0ipi Oaranay, 6ipiIecKeH oKy, opTa OiimM



Bsanmuoe OnennBanue kak Mactpyment Komnabopatusaoro OOyuenust B CpenHux
Kunaccax EFL
AHHOTanug

B3anMHOe o1leHUBaHHE - 3TO HHCTPYMEHT KOJIIAOOPAaTUBHOTO 00YUYEHHS, KOTOPBII MOKET
OBITh MCIIOJIB30BAH ISl CO3JIaHMs aKTUBHOW yueOHOM cpebl. OHO OMHChIBAeTCs KakK

3 PEeKTUBHBIN, OPUCHTUPOBAHHBIN HA yUECHHKA U JEMOKPATUYHBIM METOJI, KOTOPBII MOXKET
NPUMEHSATHCS B PA3IIUYHBIX 00pa30BaTEIbHBIX YUpEeKACHUAX. Llenbio JaHHOTO nCcClIeI0BaHUs
ObUIO OnKcaTh OTHOLICHKE TpenoaBaresei u yuennkoB EFL k pesrensHocTr o
B3aMMHOMY OLICHUBAHUIO B CpEAHEN 1IKOJIE. B TaHHOM UCCIIEI0BAaHUM UCIIOIb30BAJICA
Ka4eCTBEHHBIN METOJI JJIS TTOJIy4YEHUs TaHHBIX 00 OIbITE YYaCTHUKOB. B kauecTBe
MHCTPYMEHTA cOOpa JAHHBIX MCIIOIB30BAIMCH MHTEPBBIO. J{J1s1 cOopa TaHHBIX OT yYaCTHUKOB
UCTIOJIb30Bajach CTpATerusl HEPaBHONPABHOM 11en1eBoil BeIOOpkH. KpoMme Toro, kauecTBeHHbIE
JTaHHbIE OBUIM MPOAHAIM3UPOBAHBI METOJIOM MHAYKTUBHOTO TEMAaTHUYECKOTO aHAIIN3a U
BKJIFOYAJIX NIPSIMBIE IUTAThl pECIIOHACHTOB. [101y4eHHbIE pe3yIbTaThl CBUAETENLCTBYIOT O
MOJIOKHUTEIHHOM OTHOIICHUH K B3aUMHOMY OLIEHUBAHHIO B 00EUX MCCIIEAYEMBIX IPyMIax U
JEMOHCTPHUPYIOT IIMPOKOE MCIIOJIb30BaHUE ITOI0 METO/1a B CpeiHEM 00pazoBaHuu. B
pe3yJbTaTe HHTEPBHIO OBLJIO BRISABICHO IIECTh OCHOBHBIX TEM B KaXKJI0W HUCCIIEI0BATEIbCKON
rpymme. PecrioH1eHThl OTMETHIIN Takue O0apbepbl, MEIIAIOIIUe TPOBEACHUIO B3aUMHOTO
OLICHUBAHMSI, KaK CyOBEKTHUBHOCTD OLIEHKH, OTCYTCTBHE MIPEABAPUTEILHOTO O0yUSHHS U
KBaJM(HUKAIMY, HEOIArONPUATHBIC OTHOUICHUSI MEXY CBEPCTHHUKAMH U ITACCUBHOCTh
yuamuxcs. Onupasich Ha BbIlIeyKa3aHHbIe 0apbephl, YHACTHUKH MPEATIOKIITN
NPEJOCTABIIATh YeTKUE PYOPUKH U OOBSICHEHHSI, yMEPEHHO BHEPSATH B3AaUMHOE OIICHUBAHUE
B KJIacce M MCIOJIb30BaTh B3aMMHOE OLIEHMBaHKE B popMe (HopMaTHBHON 0OpaTHO CBS3H

JUIsl yCTpAHEHUs ITOTEHIUAIbHOM IPEIB3STOCTH.

Kniouesvie cnosa: B3auMHOE OLIEHUBaHHE, KOJUTA0OpaTUBHOE 00yUEHHE, CPEaHS

IKOJia



CHAPTER 1
Introduction

Collaborative learning (CL) has been widely employed by educators to facilitate an
active learning environment. It can be described as a social interaction between students to
foster effective learning. Researchers highlight the significance of utilizing collaborative
learning activities to promote students’ motivation, engagement, and self-efficacy (Huang &
Wu, 2011). The aforementioned factors can lead to better learning outcomes. Additionally,
learning together to reach a mutual goal can enhance learners’ social and interpersonal
relationships (Lee & Yang, 2023). Empirical studies revealed that one method of
implementing CL is by reconsidering assessment strategies (Surahman et al., 2018).
Assessment is usually implemented by a teacher in its conventional form. However, peer
students can be another source of providing feedback. Thus, peer assessment (PA) has gained
a significant interest of scholars in the last few decades. It can be defined as a process where
learners provide feedback to works or performance of other learners with the help of relevant
criteria (Chin, 2007). Panadero and Algassab (2019) describe peer assessment
as an activity in which learners consider the quality of work or outcomes of
their counterparts. In the scope of the current study, such notions are considered under this
definition as peer grading, peer feedback, and peer evaluation. A substantial number of
researchers emphasize the learning benefits of employing peer assessment (Dahal et al., 2022;
Double et al., 2020; Topping, 2018). Although PA can be deployed as a teaching technique
on its own, many instructors couple it with peer learning, where students study together and
then assess each other’s progress (Chin, 2007). Panadero et al. (2017) view the aim of peer
assessment as not solely evaluating or grading one’s peers, but promoting reflective learning,
creating a dialogue, and promoting self-regulatory learning. Roberts (2006) mentioned the

significant value of grading another student because it provides the opportunity to improve



one’s own understanding. This is noticeable when a learner revises the material and marking
criteria while providing feedback to another learner. In addition, the purpose of peer
assessment is to help learners familiarize with the assessment criteria, since they evaluate the
strengths and weaknesses of their fellow students (Cho & Cho, 2010).

Various models of peer assessment are discussed in the literature. One of them deals
with the distribution of grades. It is used when a teacher provides a set of grades, and learners
need to distribute the grades according to individual contribution (Algassab et al., 2023). This
model can prevent the occurrence of “free riders”. Another model can be used when students
receive not only peer grades but are also assessed by self-assessment rubrics and further
report on received feedback (Reinholz, 2016).

Regarding the Kazakhstani context, some scholars revealed the wide use of peer
assessment practices in schools, many of which reported the positive impact of peer grading
on learners’ performance (Ybyrayeva & Koshkarova, 2023; Zhussipova, 2024). However, the
research investigating students’ perceptions of peer assessment techniques is overlooked by
local scholars. Taking into consideration this gap in literature, the current study aims to
investigate teachers’ and students’ experiences and attitudes of participating in PA practices
at school.

1.1 Research Problem

Assessment has a powerful impact on the learning process. It is often implemented as
a one-way transmission of information from a teacher to learners who passively receive
grades and feedback (Er et al., 2021). In the secondary education context, there has been a
need to shift from traditional assessment to its more productive alternative - peer assessment,
since it can enhance students’ academic performance more than teacher assessment (Double

et al., 2020). However, it has been reported that more research is required to examine the



quality of PA and how it is perceived by learners because “implementing peer assessment
does not automatically lead to positive outcomes” (Rotsaert et al., 2018, p.3).
1.2. Purpose of the Study

The purpose of the research is to investigate teachers’ experiences of using PA in
secondary education. The study will also describe the attitudes of students and identify
challenges that are encountered both by teachers and learners during PA activities.

1) To determine EFL (English as a foreign language) teachers’ perceptions of peer
assessment in secondary education.

2) To describe EFL students’ perceptions of peer assessment in secondary education.
1.3. Research Questions

The research will consider the following questions:

1. In what ways is peer assessment integrated into EFL secondary education?

2. What challenges are faced by teachers and students during peer assessment

activities in secondary education?
1.4 Significance of the Study:

The collaborative learning approach is valued in modern education due to its potential
benefits, such as development of cognitive, communicative, and critical thinking skills. Peer
collaborative assessment has been defined as an important element in the design of learning
environments creating a more participatory culture of learning. Investigating this type of
assessment can lead to a better understanding of collaboration in learning and promote
learner-centeredness in secondary education. Although the number of research on students’
perceptions of peer assessment is increasing, scholars highlight the need for further
exploration of students’ experiences with the different practical arrangements of these

activities in various learning contexts (Wanner & Palmer, 2018).



Additionally, the topic has been widely explored within experiential studies, paying
little scientific attention to students’ perceptions. In the Kazakhstani educational context, the
number of studies dedicated to the topic of peer assessment is insufficient. Taking into
account this gap, the current research intends to examine teachers’ and learners’ experiences
of peer assessment activities, what challenges they face, and how it is implemented in their
classroom. Extensive investigation of teachers’ and learners’ perceptions, and possible
shortcomings can lead to better comprehension of the methodology, practical value and risks
associated with this type of assessment.

Furthermore, the current study can be useful for educators who intend to utilize more
collaborative methods of assessment in their classroom. In addition, it might be beneficial for
learners to be aware of potential obstacles of peer assessment to be more prepared for its
implementation. Policy makers might also benefit from the current study in a way that peer
assessment activities can be included in secondary educations’ curriculum which will add

diversity and collaboration to the programs.



CHAPTER 2
Literature Review

This part of the study is dedicated to the ideas of previous researchers on the topic of
peer assessment. Theory of constructivism is presented first, then reasons for using PA, its
forms, advantages and limitations of PA are discussed next, and finally, some previous
articles are discussed.

2.1. Constructivism as a Theoretical Framework for Peer Assessment

The theory of constructivism, which has gained scientific attention since the second
half of the twentieth century, serves as a significant theoretical base to instructional designs
as well as the assessment methods. According to the theory, learners construct knowledge by
themselves through experience with the environment (Bada & Olusegun, 2015). In such a
way, assessment strategies need to stimulate high-order thinking skills, focus on real-life
situations, promote students’ metacognitive abilities, and provide an opportunity for
reflective learning. The relationship between constructivism and assessment has led to the
emergence of alternative ways of assessment (Yurdabakan, 2011). Specifically, social
constructivism enables peer interactions in a classroom; thus, collaborative learning can
appear between individuals (Hayden et al., 2021).

The Concept of More Knowledgeable Other (MKO) , introduced by Vygotsky,
emphasizes the effectiveness of learning from more knowledgeable and experienced figures,
such as a parent, teacher, or colleague (Wald & Harland, 2022). In such a way, learners can
reach their zone of proximal development. In peer assessment practices, peers who have
greater expertise can be a source of knowledge for their counterparts. Moreover, MKO is
reported to be useful in forming groups, so that students contribute to a maximum extent and

increase their learning abilities (Abtahi et al., 2017).



2.2 Reasons for Employing Peer Assessment

Assessment significantly impacts the learning process. Anggraini et al. (2023) claim
that assessment needs to promote students’ active participation and autonomy. Conventional
ways of evaluation might not satisfy students’ learning needs. Peer assessment is supposed to
be an innovative and student-centered learning approach (Van Zundert et al., 2010).

The underlying reason for the wide use of peer assessment activities is related to the
attempts of instructors to engage learners in the learning process (Gurbanov, 2016).
Moreover, it is worth mentioning that assessment is considered to be a fundamental part of
the learning process. During the last few decades, a shift has emerged from the assessment
that is focused on teaching to the assessment that promotes learning (Gonzalez & Llorente,
2014). Therefore, assessment can be deployed as a learning tool. Among collaborative
methods of assessment in secondary education, peer assessment is one of the most prominent,
with a substantial number of studies evaluating its aim, value, benefits and drawbacks
(Adachi et al.,2018; Ashenafi, 2017; Alt & Raichel, 2022).

2.3. Forms of Peer Assessment

Peer assessment can be represented in various forms. Vickerman (2007) explains that
formative peer assessment is used in situations when students need to provide feedback to
their peers to enhance learning. It can be useful to foster metacognition, since learners
monitor their progress as they learn and adapt learning strategies for better learning
outcomes. Wang et al. (2023) state that peer assessment is rarely used in its formative form,
focusing only on grading rather than using peer assessment for improving the learning
process. Consequently, learners may lack motivation to think deeply about the evaluation of
peers.

In contrast, summative peer assessment involves assigning grades and forming

judgements on peer’s work. This approach can cause multiple challenges, as reaching
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objective and reliable assessment conducted by students is problematic (Zhou et al., 2020).
This is where the development of accurate rubrics and assessment descriptors can be used to
increase reliability of assessment. Hamer et al. (2015) continue to question the accuracy of
peer grading stating that students have a tendency to underestimate or overmark the works of
their counterparts. This can be overcome by open discussions, double grading, and
anonymous marking (Panadero & Alqassab, 2019).

With the advancement of technology, online peer assessment is becoming a widely
used learning tool. Havard et al. (2023) report that online peer assessment enhances student
critical thinking, collaboration, and problem-solving skills. Moreover, their findings revealed
the decreased level of social loafing among undergraduate students when engaging in digital
peer assessment. Thus, it can foster the effectiveness of group projects. Zhan et al. (2022)
also highlighted that using online peer assessment tools is advantageous for fostering
students’ higher-order thinking. Researchers mention such online platforms for peer
assessment as: EduTech, iLAP, Eduflow, Peergrade and many others (Latifi et al. 2021; Lu &
Zhang, 2012; Ocampo & Panadero, 2023). Although online platforms for peer assessment
have great potential, teachers and students might require training to maximize proper learning
(Ocampo & Panadero, 2023).

2.4. Advantages of Peer Assessment

A substantial number of studies has described various benefits of employing peer
assessment in a classroom (Arnold, 2021; Karami & Rezaei, 2015; Panadero & Brown,
2017). The following benefits have been extensively described in the literature:

2.4.1. Development of soft/professional skills

Chorrojprasert (2021) described such advantages of using peer assessment as:

communicative, problem-solving, negotiation and other soft skills that can be fostered

through exchanging opinions, asking questions, receiving feedback, and providing
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explanations. Boud and Soler (2016) also claim that peer assessment contributes to
professional development, as learners can obtain life-long skills that are highly appreciated at
the work place.

2.4.2 Fostering active learning

Proponents of peer assessment highlight its importance for promoting learning
autonomy as well as enhancing intrinsic motivation; learners are driven by their own desire to
excel and avoid unsatisfactory remarks and grades (Topping, 2019).

Assessment is usually expected to be conducted by teachers; therefore, students are
perceived as passive receivers of feedback and grades. Peer assessment can change this
tendency, creating the environment of active learning (Adachi et al., 2018). Cavas et al.
(2010) also describe such learning benefits of peer assessment as: increased motivation,
better understanding of learning material, and development of critical thinking skills which
all contribute to active participation in the learning process.

2.4.3. Better comprehension of assessment criteria

Students need to understand the assessment standards before evaluating their peers.
This creates a need to better understand the assessment criteria in order to provide meaningful
feedback (Yucel et al., 2014). Moreover, when learners take the role of assessors, their
cognitive skills are enhanced. Their own knowledge is broadened when they have an
opportunity to review, evaluate, and provide constructive feedback to learners of similar
status (Chorrojprasert, 2021).

2.4.4. Timely and appropriate feedback for students

Learners can benefit from feedback since it uncovers their strengths and weaknesses;
therefore, creating an environment of self-directed learning. Peer feedback can be more
reliable than teacher feedback in group projects, since instructors are not well informed about

the actual performance of each team member (Tucker & Abbasi, 2015). Furthermore, peer
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assessment contributes to better learning outcomes (Li, 2017). The similar view is shared by
Wanner and Palmer (2018) who state that both providing and receiving peer feedback have a
positive impact on promoting reflective learning.
2.4.5. Enhanced responsibility

Peer assessment can develop self-reflection and enhance understanding of others;
thus, enabling learners to recognize mistakes and propose practical solutions. Topping (2019)
claims that peer assessment fosters not solely active participation and learning autonomy, but

also responsibility for one’s own learning process.

Moreover, peer assessment provides learners with authentic assessment and life-long
learning skills which are widely useful in future life (Boud & Soler, 2016). Another benefit of
peer assessment is that it teaches constructive feedback. Students learn to receive not only
positive feedback but recommendations for improvement. Additionally, they consider their
mistakes, and improve their performance based on empathy, respect, and trust (Winstone et

al., 2017).

Some benefits of using peer assessment are also described by Spiller (2012): 1) it
helps learners fill the gaps in knowledge by mutual assistance; 2) by engaging in judgements,
learners can develop intellectual capacities; 3) it assists in decreasing the power imbalance

between teachers and students.

From the literature dedicated to the benefits of PA, it can be concluded that peer
activities contribute to the development of personal as well as academic skills. Based on all
aforementioned points, peer assessment is not solely an evaluation tool, which enables
students to assess each other, but a learning strategy which provides advantages to reflect on

what they learnt, correct mistakes, and improve themselves to reach the desired goals.



13

2.5. Challenges in implementing peer assessment

Despite having a positive impact on students’ learning process, peer assessment has
been reported to have potential weaknesses by a great number of previous researchers
(A’ladawi et al., 2024; Huang & Cheng, 2022; Panadero & Brown, 2021;). The following

limitations have been widely discussed in the literature:

2.5.1. Reliability and accuracy

Students are novices not only in subject matter, but also in grading and assessing. A
significant number of researchers claimed that peer assessment is highly vulnerable to being
unreliable and biased, as learners tend to overmark each other or not provide profound
feedback (Hamer et al. 2015; Kulkarni et al., 2015). This tendency can consequently lead to
grade inflation (Panadero & Brown, 2021).
2.5.2 Power relationships

Implementing peer assessment can destroy existing power relationships between
students and teachers. It is generally accepted that assessment should be conducted by a
teacher who is competent in the field. Learners might not seriously perceive an assessment
which was carried out by their peers; therefore, neglecting the constructive feedback provided
by other students (Tai et al., 2017). Instructors might be also reluctant to give power to assess
their students and similarly, students might not wish to change the existing hierarchy (Tai et
al., 2017; McGarr & Clifford, 2013).
2.5.3. Time and resource constraints

Peer assessment can be time-consuming. Instructors need a clear plan on its
implementation. Additionally, teaching support is required at all stages of the peer assessment
process (Berg & Seeber, 2016). Moreover, Adachi et al. (2018) report that it requires much
effort from the instructors to successfully organize, present, and evaluate peer assessment

activities.
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2.5.4. Psychological barriers

Some students experience anxiety while assessing their peers. This can be caused by
unwillingness to judge or offend another person (Sridharan et al., 2018). Similarly, Tornwall
(2018) claimed that some learners exhibit anxious behavior when being evaluated by learners
of similar status. Social affective outcomes are concerned with peer pressure, disapproval,
and psychological safety (Rotsaert et. al, 2018). These concerns have been associated with
privacy in peer assessment and can be alleviated by anonymous grading (Panadero & Brown,
2021).

2.6 Planning and coordinating peer assessment activities

Peer assessment should be planned and organized appropriately, which means
collective coordination by school administration and instructors. (Hadwin et al., 2017). This
can be reached by identifying responsibilities and establishing standards of assessment,
maximizing productivity of peer feedback and evaluation. PA activities are best implemented
when formally integrated into the syllabus (Chin, 2007). After planning the activities,
students should evaluate their collective performance and make necessary changes if the set
standards are not met (Wisa & Vytasek, 2017). Planning and coordinating process do not end
at an initial stage of activities, but continue to span over the discussion, since students tend to

regulate their collective performance on an ongoing basis.
2.6.1 Providing clear instructions

The study conducted by Nawas (2020) revealed that although some learners
experience anxiety while assessing their peers, the potential bias can be eliminated if
instructors provide clear rubrics and constant assistance. Proper instructional methods are
significant, as learners cannot be expected to perform such complex activity as peer
assessment without any guidance. Tsivitanidou et al. (2010) report that peer assessment is

invalid unless prior instruction is provided. One of the techniques to facilitate support is
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providing rubrics. Rubrics help create a “communication channel” among learners (Er et al.,
2021, p.5). Through the use of rubrics, learners evaluate each other and discuss any
inconsistencies between a peer’s work and their views. In such a way, students are

encouraged to participate in productive discussions.

2.6.2 Importance of anonymity. Anonymity has been ensured to make peer assessment
activities more reliable, safe, and accurate. There are two types of peer assessment outcomes
that anonymity can impact- cognitive and social affective (Panadero & Algassab, 2019).
Regarding cognitive outcomes, it was claimed that anonymity enables assessors to act in a
more unbiased manner, and assesses will seriously consider the received feedback

(Yu, 2012). Therefore, peer assessment has two main advantages: the assessors will be
unbiased because they do not know who they assess, and assesses will not be influenced by
the consequences of their evaluation (Peterson & Peterson, 2011). Some researchers found

that anonymity can alleviate the potential barriers (Li, 2017; Raes et al., 2015; Lin, 2018).
2.6.3 Teachers’ role in peer assessment

In a student-centered educational environment, the role of a teacher transforms to a
facilitator in all phases of peer assessment activities. Er et al. (2021) described the following
teacher actions in peer feedback practice: at an initial stage of an activity, instructors should
support learners. This can be particularly helpful if students have conflicts and difficulty to
reach an agreement. Teachers need to encourage discussions by addressing the issues,

explaining the criteria, and providing accurate examples of feedback (Jonsson, 2013).

The second phase involves fostering feedback dialogue. Although discussing feedback
can lead to positive results, learners might not be willing to do so (Carless, 2016). Therefore,

teachers should stimulate feedback discussions to increase student motivation.
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In the subsequent phases, teachers can provide supplementary materials if students do
not grasp a particular aspect of their work reviewed by an equal-status student (Carless

& Boud, 2018).

Furthermore, teachers are recommended to assess the process of peer feedback rather
than the actual product (Chin, 2007). In such a way, learners will be more focused on
improving PA skills than receiving high grades and will be more objective while evaluating

each other.
2.7 Previous Studies

The case study conducted by Chorrojprasert (2021) described the perceptions of peer
assessment in team-based learning environment. The aim of the study was to determine
whether peer assessment is perceived as an effective tool for fostering language and soft
skills. The sample comprised 18 undergraduate students in an English language
teaching course. Mixed method was employed, with the questionnaire and seminar sessions
as the data collection instruments. The findings demonstrated that most of the participants
admitted that peer assessment enhanced their learning abilities, although such personal
constraints as anxiety and lack of confidence to evaluate others’ work were reported. These
findings are consistent with the ideas of some previous researchers (Sridharan et al., 2018;
Tornwall, 2018). Overall, the study provided valid results, despite the lack of

representativeness due to the unique nature of the case study.

The similar study conducted by Adachi et al. (2018) aimed at investigating the
perceptions and experiences of university instructors about the use of peer assessment. A
semi-structured interview was administered among 13 teachers. The findings revealed seven
themes regarding advantages of peer assessment. These advantages include: enhanced
learning, development of communicative skills, opportunity to access authentic assessment,

ability to provide feedback, better comprehension of rubrics, enhanced teamwork, and
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development of autonomous learning. Moreover, five limitations of peer assessment were
reported by the instructors: time and cost constraints, decreased motivation of students to be
involved in PA activities, lack of engagement, difficulty to develop assessment skills, and
lack of online learning environment created especially for peer assessment. Notably, the
study did not consider background experience of the participants regarding the extent to
which teachers employed peer assessment activities; thus, questioning validity of the results.

Experiential research carried out by Stanci¢ (2021) aimed to explore undergraduate
students’ experiences with peer and self-assessment activities. The study employed mixed
method design which involved 103 senior year students majoring in pedagogy. The
participants were given self and peer-assessment assignments at the initial stage of the study.
Consequently, they were required to fill in the questionnaire. The results from the
questionnaire indicate that peer assessment was considered more stressful and
psychologically uncomfortable for learners than self-assessment which aligns with the
study of previous researchers (Wanner & Palmer, 2018). Additionally, the participants
experienced discomfort when assigning a grade to each other, as they felt not competent to be
involved in summative assessment, which is a well-described challenge of peer assessment
(Panadero, 2019).

Another experiential research carried out by Rotsaert et al. (2018) aimed at
investigating the impact of transition from anonymous to non-anonymous peer feedback on
students’ performance. The participants included 46 bachelor’s degree students of a private
university in Belgium. They were engaged in multiple peer assessment sessions. Their peer
feedback quality as well as the attitudes were measured. The results showed that the quality
of peer assessment increased as the anonymity was employed. However, the consecutive
sessions demonstrated that non-anonymous peer assessment showed the same results. Thus,

the transition model was neutrally perceived by the participants. Notably, the study was
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conducted in a relatively short period of time (two sessions) which may not be sufficient for
providing reliable results.

The research carried out by Panadero and Brown (2017) investigated teachers’
experiences of employing PA in three educational contexts: primary, secondary, and higher.
A non-experiential survey design was used, with a total number of 1286 teachers. The results
demonstrated that the majority of teachers had positive views of the use of peer assessment,
with university teachers being the most skeptical (45%). Nevertheless, the implementation of
peer activities was found to be low among all sample institutions. Half of the respondents
indicated that they would not include a peer grade to the final score. The main reason for this
was found to be bias associated with interpersonal relationships.

From all aforementioned studies, it is obvious that peer assessment is widely
employed by instructors in various educational contexts. It can be beneficial to foster
collaborative, student-centered, and reflective learning as it provides significant learning
advantages. Although multiple challenges can hinder the use of this method of assessment,
researchers have examined the ways to overcome the barriers, increasing the potential gains

both for teachers and students.



19

CHAPTER 3
Methodology

This part of the research describes the methods that were used to collect and analyze
the data. Research design and setting are presented first, then sampling strategy is described
in detail. Following that, a research instrument (its validity and reliability) is demonstrated.
Ethical considerations and data analysis processes are examined at the end of the chapter.
3.1. Research Design

The current research is qualitative as defined by Creswell (2013):

“a means for exploring and understanding the meaning individuals or groups ascribe
to a social or human problem. The process of research involves emerging questions and
procedures, data typically collected in the participant’s setting, data analysis inductively
building from particulars to general themes, and the researcher making interpretations of the
meaning of the data” (p. 22).

The one-on-one interview method was selected for the current study. According to
Ryan et al. (2014) this method is effective for understanding individuals’ perceptions,
understandings, and experiences of a topic and can be crucial for the data collection process.
Since the research was aimed to gather the perceptions of teachers and students regarding
peer assessment, this method of qualitative research was the most appropriate.

3.2. Research Setting

The current study took place in 3 public schools in Almaty. The schools use Russian
as a medium of instruction; therefore, interview questions for students were translated into
Russian.

3.3. Sampling
The sample consists of 9 EFL teachers and 16 EFL students who work and study at

secondary education. According to Hennink and Kaiser (2022) the number of participants in
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qualitative interview studies should vary between 9 and 17 participants, as this sample size is
sufficient to reach a saturation point.

Non-probability purposive sampling strategy was employed when recruiting
participants. This sampling method is usually utilized when a researcher recruits the most
accessible participants and it is an easy and inexpensive way to collect data (Creswell et al.,
2007). This method enabled the researcher to recruit suitable participants who have specific
characteristics that are appropriate for research objectives.

3.4. Instrumentation

A face-to-face semi-structured interview was used as a data collection instrument.
Ruslin et al. (2022) described semi-structured interview method as the most powerful tool for
collecting qualitative data, since it allows the researcher to reach in-depth evidence while
providing more flexibility compared to the structured interview method. The interviews for
teachers consisted of 15 main questions and lasted for about 30 minutes (see Appendix D).
The interviews for students consisted of 15 main questions and lasted for nearly 20 minutes
(see Appendix E). Additional questions were asked due to its semi-structured nature. The
explanation of the term “peer assessment” was provided for the respondents prior to the
interviews. All participants were asked about their demographic data before answering the
main questions.

3.4.1 Validity and reliability

The interviews were piloted on three people in order to increase the validity and
reliability of the questions. As a result, two leading questions were substituted, the order of
three questions were changed, and one question was eliminated due to its biased features.
3.4.2 Ethical considerations

Since the research involved underage participants, it was preliminary approved by the

SDU ethics committee (see Appendix A). The data collection process started only after
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receiving a letter of permission. Prior to conducting the interviews, informed consent forms
were sent to parents and participants via gmail (see Appendices B and C). The consent forms
include the topic, aim, and time involvement of the research. Moreover, the participants were
asked for permission to be recorded during the interviews. The data collected from the
participants is absolutely confidential. Every participant was coded in order to ensure the
confidentiality of their answers.

3.5. Data Analysis

Inductive thematic analysis was employed for data analysis and interpretation. It is
considered to be a valuable approach when the aim is to gather information about people’s
opinions from a set of qualitative data (Castleberry & Nolen, 2018). An inductive approach
was used, since preconceived themes were not reflected before the data analysis.

The thematic analysis involved six subsequent steps developed by Braun and Clarke
(2017). Firstly, the audio recordings were transcribed using TurboScribe Al transcription
tool. Secondly, the data were split into codes. The third step involved generating broad
themes from common codes. Then the themes were reviewed for accuracy and
representativeness and combining, eliminating, or dividing them if necessary. The fifth step
included defining themes. The themes were named and formulated concisely, so that it is
clear what is meant by a theme. Lastly, the thematic analysis was prepared to be presented in
the Findings section. The description of each theme including the examples from the data is

reported.
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CHAPTER 4
Findings

The purpose of this chapter is to present the findings of this research. Demographic
data of the participants are represented first, then the inductive thematic analysis of responses
is demonstrated with direct quotations of the respondents.
4.1. Sample Demographics

The number of respondents was 9, all of them were female. The respondents’ mean
age was 35, ranging from 23 to 58. The mean number of years of experience was 11. The
teacher respondents were coded as T1-T9.

Teachers’ responses were grouped into seven broad themes. In this section, these
themes are described in detail and supported with quotes.

Table 1.

Demographic data of teacher participants

N Percentage
Gender Female 9 100%
Age 23-35 5 56%
36-58 4 44%
Teaching experience 2-9 5 56%
(years) 10-17 2 22%
18-30 2 22%

Note. The table provides information on teacher participants’ age, gender as well as teaching

experience in years.



4.2. Inductive Thematic Analysis from Teachers’ Data

23

This section presents the results of the thematic analysis that uncovered teachers’

perceptions towards the use of peer assessment.

Table 2.

Common themes and codes

Themes Codes

Code

Description

Significant

Examples

Implementation of Formative peer

Oral or written

“I give my students the
opportunity to comment

Peer Assessment feedback feedback on the works of their
classmates orally”.
without grading
Advantages of Peer Improved critical Skills that foster “Peer assessment

Assessment thinking, functional
literacy, independence,

and attentiveness

learning process

improves understanding
of the topic”.

Improved Skills that foster ~ “Peer assessment can be
useful for increasing
communication, personal motivation and
confidence”.
collaboration, development
leadership, and
teamwork
Impact of peer Speaking Skills that are ~ “When students provide
oral feedback, they are
assessment on Listening developed the  allowed to speak only in

learning English

most through

PA

English, so that they can
practice it”.
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Peer assessment as Collaborative learning  Students teach ~ “Advanced learners are
encouraged to explain
part of peer learning and assess one  the material to suffering
Students and then they
another assess them.”
Limitations of peer Reliability Subjectivity of “Grades given by
Students to each other
assessment peer grades are often higher”.
Lack of competence Students lack “I do not use peer
assessment often because
expertise our students are not
prepared for it”.
Recommendations Providing rubrics Giving “Before giving peer
tasks, 1 give rubrics with
for teachers assessment explanations”.
criteria
Frequency of PA cannot be “I think using peer
assignments too often
implementation conducted often  will negatively affect my
Students”.

Note. The table demonstrates six themes revealed from the interviews with teacher

participants.

4.2.1. Implementation of peer assessment

Although the majority of the respondents claimed that they use peer assessment in
their lessons (n=8), some teachers (n=3) reported that this tool is used rarely due to the
inappropriate level of English among secondary school students. Teachers employ PA as a
formative feedback tool that involves giving oral feedback without grading.
“I organize peer assessment in oral tasks. Pupils had to do a presentation and 50% of the
grade was put by peers and 50% was by me. They had to listen to their peers and while they
grade them, they also should have given comments. So saying just “great job, I liked it” does
not work and they had to justify their argument”. (T2)

Respondents also emphasized the importance of teachers’ role in peer assessment.

This assessment technique requires thorough planning and organization. Teachers tend to
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provide rubrics and explanations before giving students the task to assess their classmates.
During PA activities, teachers reported that their role shifts from a facilitator to a manager. In
this stage, teachers do not intervene but provide additional support if necessary.

“When my students are given the task to conduct a seminar, others evaluate them. Then they
put the grades individually and I do not interfere. There are students who put high marks on
everyone, but I think this approach enhances responsibility and autonomy”. (T7)

4.2.2. Advantages of peer assessment

Teachers recognized the positive impact of PA on students’ academic performance.
They reported that students prepare better when being familiarized with the assessment
criteria and enhance their learning through explaining content to their peers. Some
respondents (n=4) described such significant learning benefits as improving critical thinking,
functional literacy, and independence. It was also found that peer assessment can be useful
for improving students’ attentiveness when a student presents a task orally and others are
required to assess.

“Peer assessment is effective because one thing is that they learned to listen to each other.
While they do projects, they do not really care what others say and it annoys me because you
have to listen and respect your peers. In order to do that, I had to do peer assessment so that
they listen to each other and they also learn to be objective when they grade”. (T2)

With regard to soft skills, teachers described the development of communication and
collaboration. Learners interact with each other while providing feedback which enhances
their social abilities. Another advantage reported by teachers was the improvement of
leadership skills and teamwork. Peer assessment can increase students’ motivation to work in

groups which is challenging in traditional teacher assessment.
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“When I conduct peer assessment in pairs, students develop communication skills more.
Teamwork and leadership skills are improved when peer feedback is used in groups, as more
advanced students become leaders in class and guide others.” (T7)

4.2.3. Impact of peer assessment on learning English

Teachers admit the positive influence of peer assessment on the improvement of
students’ level of English. Speaking and listening were identified as the most frequently used
skills when implementing peer assessment, since formative feedback is a prevalent form of
peer assessment. Therefore, learners improve these skills to a greater extent than others, as
they practice them on a regular basis. Moreover, teachers (n=2) mentioned that PA is useful
for IELTS preparation, since their students aim to enter foreign universities and can have a
partner to speak to.

“Students significantly improve speaking skills through peer feedback because they are not
allowed to provide comments in their native language. I encourage them to express their
thoughts in English, so that they can practice it while evaluating their classmates. In such a
way, listening skills are developed at the same time”. (T4)

Some teachers (n=3) said that peer assessment can enhance all four skills. As
mentioned above, formative feedback is useful for speaking and listening, whereas
summative peer assessment can be helpful for developing reading and writing skills. Students
are usually given written tasks and rubrics with which they grade their counterparts.

“I do not think that we can separate some skills from others. We should teach the language
as a whole. This is called a holistic approach. So, peer assessment can actually help to
develop all four skills. For example, I give my students a task to write an essay and then they
swap their papers and check. This is good for developing reading and writing. And then they

tell what their mistakes are which improves speaking and listening”. (T5)
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4.2.4. Peer assessment as part of peer learning

Respondents consider peer assessment to be effective when implemented during peer
learning activities. This is a more productive approach according to teachers. Advanced
learners can take the role of mentors and support struggling students by explaining the
material and providing feedback. Some teachers (n=2) claimed that feedback given by a
classmate can be more useful sometimes than the one given by a teacher. Learners tend to
view a teacher as an authoritative figure, while peers’ feedback is often friendly and relaxed.
“I never use peer assessment on its own, it is integrated into the seminars where my students
have to conduct a lesson on their own. After that, they check the understanding of their
classmates by asking questions related to a topic. Peer learning enables my students to take
responsibility and become more autonomous learners”. (T1)
4.2.5. Limitations of peer assessment

Respondents clearly explained the disadvantages that can occur during peer grading
activities. One of the fundamental drawbacks is attributed to reliability issues. Students tend
to overestimate the works of their friends because they feel reluctant to destroy close
relationships. This is the main reason why PA is not frequently used by some teachers (n=5).
Moreover, respondents admitted that students neglect the grade given by their peers because
they question its reliability, whereas a grade given by a teacher is perceived without
questioning it.
“While students try to be objective, they still have biases. They are still kids. So, especially
with my eighth graders. They have friend groups and they will always sit together and if one
person from group A does not like the person from group B, she will automatically drop the
grade. I mean they will just do it for no reason. So, I will just waste my time trying to calm

them down”. (T8)
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However, some respondents (n=2) claimed that subjectivity of grades is not a
substantial issue. Secondary school students are supposed to be capable of giving objective
marks. Moreover, a teacher’s decision is determined when giving grades to students.
“Reliability is not an issue. Even I myself cannot be fully objective at times. We should not
view peer assessment as only grading, it is about giving opportunities to students to express
their opinion”. (T7)

Teachers also emphasized the lack of expertise as the main drawback. Learners might
require appropriate English level and content knowledge in order to provide proper feedback
and judgement. This is especially problematic in secondary education, as school children are
not fluent English speakers.

“The reason why I do not use peer assessment in my lessons is that my students do not have a
high level of English and they are not experts in the field of assessment. Teaching them how
to evaluate and give constructive feedback would take too much time which could be used for
more useful things”. (T5)

4.2.6. Recommendations for teachers

Respondents proposed the ways to eliminate potential barriers when implementing
peer assessment. It was highly recommended to preplan these activities. Teachers said that
prior explanation of the purpose of PA to students and providing evaluation criteria is crucial
for an effective learning process. Spontaneous peer activities will cause confusion and will
not lead to desired learning outcomes.

“First of all, as a teacher, you should have rubrics for your students, so that they will know
the basis of their grading. Secondly, you should also be really explicit with what you are
going to say and what you need from your students. Transparency is important. Students are

not teachers and they are not qualified. They don't know how to evaluate professionally, so
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they may rely on their subjective ideas, so in order to prevent this kind threats, we can give
clear instructions”. (T4)

Teachers also suggested using peer assessment as a formative assessment tool. Grades
given by students should not be used for summative purposes. The more effective way is to
assess the process of peer assessment, rather than product. In situations when PA is used as a
summative tool, students might give higher grades based on their personal appeal. To avoid
so-called “halo effect”, teachers affirmed that they inform their students about rechecking the
works after peer grading has been completed.

“I never put the grades that were given by students to each other. I ask students to write
comments on their peers’ performance and evaluate the overall quality. I give grades for
such activities because in such a way, students can learn to provide constructive feedback
and be objective”. (T9)

Teacher respondents believe that peer assessment activities should not be conducted
frequently. They can be integrated into interactive activities, games, and warm-up exercises.
Organizing peer evaluation more often than it is required can lead to adverse effects. Peer
assessment is not a complete substitution to teacher assessment. It is a way to enhance active
learning and engage students.

“Peer assessment can be used twice a term or once a term. That will be enough. If we have it
more than that, I think learners are likely to get bored of it or they will not take it seriously”.

(T5)
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Table 3.

Demographic data of student participants

N Percentage
Gender Female 11 69%
Male 5 31%
Age 14-15 6 37%
16-17 10 63%
Grade 10th 11 69%
11th 5 31%

Note. The table provides information on student participants’ gender, age and grade.
4.3. Inductive Thematic Analysis from Students’ Data

This section presents the results of the thematic analysis that uncovered students’
perceptions about the use of peer assessment.
Table 4.

Common themes and codes

Themes Codes Code Significant
Description Examples
Implementation of Formative peer Oral or written “The teacher asks to
evaluate the work of other
Peer Assessment feedback feedback students. These were usually
conversational lessons.
without grading Depending on

pronunciation, correctly
constructed speech, we
evaluate them”.

Summative peer Assigning “We usually just swap
papers, evaluate each other,
grading grades based on the teacher dictates the
answers, we write them
oral or written down”.

tasks



Advantages of peer  Better understanding  Skills that foster
assessment of learning material, learning process
chance to share one’s
perspective,
development of

analytical skills
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“Peer assessment helps to
analyze the task, better
understand the criteria and
content”.

Improved tolerance  Skills that foster
of criticism, personal
communication and development

teamwork, chance to

“Well, in general, if you
assess a person who you
don't know well, you will
have a dialogue, you will
communicate with them, and
there will be a different
opinion about this person”.

develop public
speaking skills
Impact of peer Speaking Skills that are “Peer assessment mostly
influences speaking and
assessment on Listening developed the  listening because we express
our thoughts in English”.
learning English most
Students’ feelings Responsibility to The majority of  “I never give higher grades
than my friends actually
assess fairly the students deserve. And my friends do
not get offended”.
(n=11) reported
that they assess
objectively
Positive feelings Students feel “I don't have any negative

when being assessed comfortable
by peers when being

assessed

feelings. I don’t cry, I don’t

get angry, I'm not five years
old. But I can rely on his

opinion, where I might have
mistakes, where I'm right,
where I'm doing well, and
where I can spend more of

my knowledge”.
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Limited knowledge Insufficient “I think we don’t practice
peer assessment in our

level of English  school because most of the

assessment
students don’t speak English
and content well”.
knowledge
Interpersonal Adverse “In some groups, students
don’t get on well to provide
relationships relationships positive feedback”.
among students
hinder PA
Lack of instruction =~ Teachers do not  “Peer assessment activities
are conducted
provide spontaneously in most
cases”.
explanation and
rubrics
Student’ passiveness Students’ “Some struggling students
in my class cannot even do a
reluctance to task, let alone evaluate it”.
participate in
PA
Recommendations Providing a model ~ Teachers should  “It would be easier for us if

for teachers

the teacher explained in
and rubrics show an advance how it should be
done in a proper way”.
example and
provide the

assessment

criteria

Positive environment Teachers should “I would like to use peer
activities in more creative

enforce positive  fasks, rather than checking
tests”.

atmosphere
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Teachers’ control ~ Teachers should  “Sometimes my peers give
higher grades to everyone,
recheck the so the teacher should decide
herself”.
works

Note. The table illustrates six themes form the interview with student participants.
4.3.1. Implementation of peer assessment

The majority of the respondents (n=14) claimed that peer assessment is actually used
in their EFL lessons. Students reported that this method of assessment is mostly used in its
summative form, when peers exchange their papers and grade each other. They also
highlighted the spontaneous nature of peer activities describing a lack of rubrics and prior
preparation by teachers. In some cases, peer assessment was used as a formative tool for
providing peer feedback which was a part of peer teaching. The respondents (n=2) who
claimed that PA has never been used in their EFL lessons reported that they would like to be
involved in such activities.
“My teachers never used peer assessment. [ want this type of assessment to be used in our
lessons because it is a great way to see the works of others. It would make me feel like a
teacher, and it also tests one’s fairness”. (S4)
4.3.2. Advantages of peer assessment

A significant number of the respondents (n=15) perceive peer assessment positively
and described academic and personal benefits. Students highlighted expanding their horizons
and a chance to share their perspectives among the most prominent advantages. Students
indicated that PA activities are helpful for better understanding of learning material and
improving analytical skills. Some students (n=3) mentioned that peer assessment is a great
way to do something different in class, apart from traditional exercises. Overall, the majority
of the respondents consider peer assessment as a tool for acquiring other people’s perspective

on their work and potential chance for its improvement.
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“I like peer assessment because it gives the opportunity to receive feedback and improve your
work. I think sometimes it is more useful than a teacher's assessment because my classmates
give me wider explanations of my mistakes, whereas a teacher does not provide feedback for
each student”. (S1)

With regard to personal advantages, students reported that peer evaluation activities
help learn to accept criticism, which can be a useful skill later in life. Moreover, enhanced
teamwork and communication were identified as significant skills that can be developed
through peer activities. Students described the situations when a teacher organizes peer
assessment among students who do not know each other well; therefore, it provides an
opportunity to work with different people in class. Public speaking skills can be improved
through peer evaluation activities when students are required to share their ideas with the
whole class which can be particularly beneficial for shy students.

“It's a new experience, an opportunity to learn how to evaluate someone's work, and an
opportunity to accept other people's criticism. In no case is this about any insults, specifically
criticism. And after your assessment, you can hear the teacher's opinion and draw
conclusions, understand if you said everything correctly or if there were some nuances
somewhere”. (S4)

4.3.3. Impact of peer assessment on learning English

Students confirm the positive impact that peer assessment has on their language
abilities. They reported that speaking and listening skills can be developed to a greater extent
than others while employing peer activities.

“When we are required to provide feedback to our partner, we cannot use our mother tongue.
So, 1 think this is how speaking and listening skills are being developed. However, reading

and writing skills can be improved as well. It all depends on the type of a task. If we are
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assigned to write an essay and exchange papers, writing and reading skills are also
improved”. (S14)

Moreover, some students are preparing for the IELTS exam and they consider peer
assessment to be a useful technique for this purpose.
“As most of my classmates are going to take IELTS, peer assessment activities are helpful for
improving pronunciation, listening, and even reading to some extent because a teacher
cannot have enough time to assess each student”. (S5)
4.3.4. Students’ feelings

Students consider peer assessment as a psychologically appealing tool. They
described positive feelings when evaluating their fellow students. Although some respondents
(n=5) tend to give higher marks to their friends, most students revealed that their assessment
is fair and objective.
“If I get offended by the mark given by my classmate, it will be very silly because a person
who does not make mistakes does not make progress. In a similar way, I always try to give an
objective grade to my peers. If you don't give an objective view of how you think it is when
you are given the task to give feedback to a friend, you simply haven't done any work, you
even harmed your classmate. Because he/she will think that everything is correct”. (S7)

Some respondents (n=5) usually take into consideration the feelings of their
classmates, overestimating their works and giving higher grades. However, students do not
give many extra points to poor works, they add points if they assume that the overall quality
of the assignment is satisfactory. This tendency was described by them as inevitable and they
admitted that a teacher cannot do anything about it.
“Sometimes I give higher marks than my peers actually deserve. When we are asked to check

essays, for example. So, I read it, I'm like, well, so many mistakes. But then somehow, well,
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okay, I'm not a teacher, why do I care, the main thing is that the essay is good, it's well
written, and you do it based on content, not grammar”. (S11)

Furthermore, the majority of the respondents (n=14) reported that they feel quite
comfortable when being evaluated by peers.
“I think it all depends on the psychology of each person, but I don't feel any discomfort or
anything like that. If the teacher asks for my opinion, then they'll just give it to me, and that's
it. It's okay if, for example, people disagree, and what may seem normal to me may seem less
normal to another person. This is fine, and there's nothing wrong with that. I'm just interested
in finding out what other people think”. (S7)
4.3.5. Limitations of peer assessment

Students recognize some drawbacks that they experience when peer assessment is
implemented. A substantial number of secondary school students have a low level of English
which makes it difficult for them to spot peers’ mistakes. In addition, those students struggle
to provide oral feedback in English, limiting a chance to practice their speaking skills. Not
only the linguistic barriers prevent the effective use of PA, but also students’ content
knowledge. Some students have difficulties understanding a topic; therefore, they are unable
to check other students’ works.
“This assessment method rarely happens in our school, because the level of English
proficiency in most classes is not high enough for us to write dictation or something like that
in English. If it's an essay, then in most cases it's the Internet or translators. And specifically,
my friends, most of them don't really know English, they use translators”. (S16)

Another limitation described by students was the issue of interpersonal relationships.
It was found that peer assessment activities require a friendly environment and positive

relationships among students. Otherwise, the tension between group members will impede
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positive outcomes of the technique. Moreover, negative feedback or critique given by
learners to each other can worsen their relationships.

“The difficulty of peer assessment arises when you may not like a person who you are
grading, or you had an incident with them, or, well, there is such tension that interferes with
work”. (S2)

Another significant limitation of peer assessment described by the respondents was a
lack of proper instruction. Students highlighted the need to obtain preparation and rubrics,
which will help assess their peers more effectively. PA activities are mostly implemented
spontaneously in schools, without planning and explaining the aim of such activities.

“In particular, there are no cases when the teacher prepares us to assess or provide
feedback. Peer assignments are usually given without any explanation and assessment
criteria, and we're dealing with it on our own”. (S6)

One of the factors that inhibits productive use of peer assessment techniques is
students’ reluctance to participate. Some respondents (n=2) showed unwillingness to be
involved in peer activities due to a lack of interest. Furthermore, it was found that struggling
students tend to be demotivated to be engaged in peer assessment activities.

“Some students don’t want to participate in peer assessment activities, especially weak
students. It is more difficult to organize it with this category of students. Well, now the
struggling students, they don't care a bit, well, in such classes. And I don't think they would
even do the assignments”. (S15)

4.3.6. Recommendations for teachers

Students provided recommendations on improving peer assessment activities. The
fundamental suggestion for effective implementation of peer practices was to show a model

prior to conducting the activities. A teacher should demonstrate how PA should be carried out
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in a proper way. In addition, rubrics were described as a necessary instrument which would
increase reliability and objectivity of grades.

“It seems to me that the criteria are like a kind of cheat sheet that helps us to give an
accurate version, but even without it, you approximately understand the deserved grade, it's
still just criteria for those who are not teachers, in most cases it's a good help”. (S13)

Another recommendation for teachers was to enhance a positive environment when
employing peer evaluation. Students realize that without a supportive and comfortable
atmosphere in class, peer activities will not lead to desired outcomes. This can be done by
assigning more creative tasks for peer assessment.

“First of all, the initiative should come from teachers. They should create some kind of
positive mood, I think there should not be any negativity between people who evaluate each
other. Respect must be maintained for each other, and not only for the teacher, but also
between the students. If the teacher supports this positive environment, it seems to me that
there will be no problems in mutual self-assessment”. (S9)

Moreover, students advise using PA in oral form rather than written one, highlighting
the need to improve their speaking skills. According to the respondents, teachers should
always reconsider the grades given by students to each other in order to reduce unfair
grading.

“If I prepared very well for the presentation, and I would receive low marks from peers then I
would also ask a teacher to grade me, since he is also present. I would say, if that's how you
rate it, if it really turned out very badly, then I agree with the opinion of my classmates. Well,
if it turned out well, in your opinion, then it seems to me that this is just the dislike of me on

the part of some classmates. So [ would just ask the teacher to rate it”. (S2)
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CHAPTER 5
Discussion

The purpose of the current research was to describe the perceptions of secondary
school teachers and students regarding the use of peer assessment in EFL classes. The
findings shed light on teachers’ experiences, students’ attitudes, and disadvantages faced by
both.

Regarding the demographic data of teacher participants, it is evident that the sample
comprises only female teachers. This gender representation aligns with the findings of
previous researchers that emphasized the prevalence of females in the pedagogical field
(Muralidharan & Sheth, 2016).

The findings show teachers’ methods of implementing peer assessment, its influence
on learning English, its advantages and limitations. They also described recommendations for
minimizing the limitations of peer assessment. This section will demonstrate the connection
of findings with previous studies.

Interviews revealed teachers’ positive perception of peer assessment activities. The
majority of the respondents use this technique in their lessons. The finding is consistent with
previous research, which claims that although teachers do not use peer assessment frequently,
they have positive views about its implementation (Wulandari et al., 2021).

The findings also show that peer assessment is mostly integrated in a form of
formative feedback when students are encouraged to provide constructive criticism. In
contrast, allowing learners to assign grades limits the potential learning value and can lead to
violation of academic integrity. The similar findings were described by Willey et al. (2006)
who considered formative peer feedback to be of utmost importance for stimulating student

participation in class.
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In terms of the benefits of peer assessment, the findings demonstrated the
development of academic and soft skills. Teachers reported such significant advantages as:
development of critical thinking, better understanding of assessment criteria, enhanced
attentiveness, and learning through explaining. Moreover, teachers consider speaking and
listening skills to be most improved through peer feedback practices. This is in line with the
findings revealed by Huang and Cheng (2022) who described the positive impact of peer
feedback on the development of speaking skills.

Findings illustrate the limitations of peer assessment in EFL classes. According to
teachers, the most crucial concern is reliability of points given by students to each other. In
order to minimize this drawback, teachers recommended not using peer assessment for
summative purposes, but rather using it as a supportive tool. The same finding was described
by Chin (2007) who reports that in order to increase the reliability of peer assessment,
instructors should evaluate the process of interaction rather than grading.

Another limitation mentioned by teacher respondents was the lack of competence
among secondary school students. Teachers often overlook this assessment method due to the
low level of English and incompetence of their students. Respondents suggested providing
explicit rubrics and carefully planning peer activities. The same view is shared by Wanner
and Palmer (2018) who found that peer assessment requires thorough planning and design in
order to be effective.

Interviews with students demonstrate the positive attitude towards the use of peer
assessment activities. The majority of the respondents reported that their teachers regularly
employ this tool. The finding is similar to previous research that revealed positive perceptions
among learners of peer assessment tasks (Sridharan et al., 2018; Gudifo et al.,2024)

Students also emphasized that PA is sometimes implemented as a summative tool in

their lessons when teachers require them to exchange the works and assign grades. This
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finding does not align with the responses of teachers, who claimed that they organize peer
activities only as a formative assessment technique. This inconsistency might be due to the
social desirability bias that occurs when individuals try to present themselves in a more
positive way that they actually are (Piedmont, 2024).

Regarding the advantages of peer assessment, learners highlighted that this type of
assessment contributes to the learning and personal development. Better comprehension of
the learning material, a chance to share their perspectives, improvement of analytical skills
were described as the learning benefits of PA. Personal benefits include tolerance towards
criticism, improved communication and teamwork. These findings come in line with the
findings of Chorrojprasert (2021) who stated that peer assessment significantly contributes to
learners’ personal development. Moreover, students identified speaking and listening as the
most potentially developed skills when participating in peer assessment activities. This
finding is similar to the conclusion by Huang and Cheng (2022) who stated that peer
assessment impacts speaking skills the most.

Respondents also described peer assessment as a psychologically comfortable
technique because they do not feel any pressure while assessing and being assessed by other
students. This finding does not align with the findings of previous researchers who claimed
that some students feel insecure to access and be assessed by peers (Tornwall, 2018; Totsaert
etal., 2018).

Regarding reliability issues, students reported that they tend to assess their peers
objectively and they expect the similar tendency from their classmates. This finding
contradicts the results of previous studies by Hamer et al. (2015) and Kulkarni et al. (2015)
and might be explained by the mature age of the respondents.

Students recognize some weaknesses of peer assessment and identify a lack of

expertise as the most significant limitation. Some learners admit having a low level of
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English as well as content knowledge which hinders their ability to assess. The similar
drawback was described by Panadero and Brown (2021) who confirmed that this limitation
can lead to the assessment that is highly unreliable and biased.

Respondents described adverse interpersonal relationships as a limitation of using
peer assessment practices. The similar finding was reached by Llad¢ et al. (2014) who found
that university students often expose distrust and question their peers’ abilities to assess.

Another substantial drawback of using peer assessment was found to be a lack of prior
instruction and rubrics. Students claimed that they do not normally receive instructions on
how to implement peer exercises. The same limitation was defined by Berg and Seeber
(2016) who also emphasized that PA requires much effort and preparation from instructors.

Additionally, students identified a lack of motivation as an inhibiting factor when
conducting PA activities. Student passiveness was also reported by Tai et al. (2017) who
found that some students are reluctant to change the status quo.

Respondents provided recommendations for teachers on how to improve peer
assessment activities. Students suggested demonstrating a model and rubrics prior to
organizing these activities. This finding is consistent with the study by Nawas (2020) who
emphasized the importance of teachers’ assistance at all stages of peer assessment activities
in order to minimize potential bias.

Another recommendation by students was to create a positive environment where
every individual can feel supported and comfortable. The same suggestion was made by Er et
al. (2021) who proposed to support learners at the initial stage of the activities especially if
there is a conflict or misunderstandings.

Learners also suggested using peer assessment as a formative feedback tool as it
encourages communication and enhances the learning process. In situations when peer

evaluation is employed as a summative tool, students recommended moderating the marks
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given by learners in order to increase their reliability. These findings are consistent with the
study by Sridharan et al. (2018) since they reached similar responses from undergraduate
students.

Conclusion

The study extensively describes the use of peer assessment in secondary education by
considering a number of factors, including teachers’ and students’ perceptions, their
experiences, and limitations that hinder such processes. By discovering the topic from both
sides, the findings add to the existing literature on collaborative tools of assessment.

The interview findings show that both teachers and students have positive perceptions
towards the implementation of peer assessment technique. Teachers consider formative peer
feedback as a more effective technique compared to summative peer grading, while students
reported that both forms are used in their EFL lessons. Additionally, teacher respondents
described the development of academic and personal skills through peer activities. Teachers
mentioned such benefits as: the development of critical thinking, enhanced attentiveness,
better comprehension of assessment criteria, functional literacy, and autonomous learning.
Among soft skills described by teachers were enhanced communication, motivation, and
teamwork. Additionally, speaking and listening skills were found to be more developed
through peer exercises which defines the need to create peer activities that focus also on
reading and writing.

Moreover, it was revealed that some teachers incorporate peer assessment into peer
learning which can lead to more effective results. Among the most reported limitations
reported by teachers, reliability and lack of expertise were the most significant. Teachers do
not recommend using peer assessment too often, as students might easily lose their interest.
Teachers also recommended providing clear explanations and assessment criteria to reduce

these drawbacks.
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Findings from the interviews with students show that academic skills that can be
developed through PA are: better understanding of learning material, chance to share their
perspective, and development of analytical skills. They also admitted that peer assessment
can enhance such personal skills as: improved tolerance of criticism, communication and
teamwork, and a chance to develop public speaking skills. Furthermore, learners identified
that speaking and listening can be developed through peer activities to the great extent.

It was found that the majority of the student respondents feel responsible to assess
their peers objectively.

Moreover, the respondents feel comfortable when assessing and being assessed by
their counterparts. Students also described challenges of peer assessment which include
limited knowledge to assess their peers, adverse interpersonal relationships, lack of
instruction, and student passiveness.

Students recommended demonstrating a model before conducting PA activities and
providing rubrics to increase reliability of grades. They also emphasized the need to create a
positive environment to increase the effectiveness of peer activities. In addition, students
suggested maintaining control throughout the use of peer grading, as teachers should recheck
the assignments that were assessed by students.

It is important to recognize the limitations of the current research, which include a
small sample size and subjectivity in data interpretation. Future researchers should employ
mixed-method design to increase validity of results and recruit a bigger sample in order to
increase generalizability of findings.

The study can have theoretical implications for teachers who intend to conduct
collaborative methods of assessment in their lessons. It can also be beneficial for students to
be aware of the potential drawbacks of peer assessment and get prepared for its

implementation. The research also has practical implications, since policy makers might



include peer assessment activities to secondary educations’ curriculum which will add

diversity and collaboration to the programs.
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Appendix B

Informed Consent Form for Parents

SDIlJ

UNIVERSITY

KomuteT no 3TMKe HAy4YHBIX HCCJIeI0BaHni YHuBepcurera SDU

3asiBjieHHe 00 HH(POPMHUPOBAHHOM COIVIACHH /IS POAUTEICH/0NeKYHOB
HeCOBePILICHHOJIeTHUX

OCHOBHASA UH®OPMAIUA:

Bamemy peOeHKy mpeasaraeTcst NpUHATh y4acTHE B MCCIEIOBAHHM, MOCBSIIEHHOM
B3alMHOMY OLICHMBAHMIO B cpeiHel 1mKkoje. Kak U Bo Bcex Ipyrux MCCIIEIOBAHMSX,
y4acTHe B HUX SIBJISIETCS TOOPOBOJIbHBIM.

Iens nanHoro uccnenosanus: 1) Onpenenuts Bocupuatue npenoaasarensimMu EFL
B3aMMHOTI'O OLICHWBAHUSA B CpeiHeN 1iKoJe. 2) Onucarh BOCIPUATHE B3AUMHOTO
OLICHUBaHHUs B cpeHel mkose yaeHukamu EFL. Bonpocs! nccnenoBanus cienyromue:
Kakum 06pa3om B3auMHOE OIICHUBAHUE UHTETPHPOBAHO B CUCTEMY CPEIHETO
oOpazoBanus? C KaKMMH IpoOIeMaMy MPUXOAUTCS CTAIKUBATHCS B MPOLIECCE B3aMMHOTO

OIICHUBAHUSI B CpeJIHEN 1IKOIE?

B uccnenoBanum npumyT ydactue okoso 15 ydyeHukoB. Pesymnbrarel OyayT

HCIIOJIB30BAaHBbI 11 MaruCTEPCKON AUCCEPTALIUH.

o Ecnu BBl JanuTe paspelieHne Ha y4acTue Ballero pedeHka B 3TOM UCCIICAOBAaHUH,
oH/oHa Oyzmer ywacTtBoBaTb B HeM B TeueHue 20 wmuHyT. [locnmenmyromas
uH(popManus coonupaThcs He OyieT.

e VYyacTHHKaM OyJeT MPeUI0KEHO yJyacTHe B MHTEPBBIO. YYacTHE B
JJAHHOM HCCJIEIOBAHUU COIPSIKEHO C IICUXOJIOTMYECKUMHU PUCKAMU,

IIOCKOJIbKY HEKOTOPBIE YYaCTHUKHU MOTYT UCIBITHIBATH HEXKEIAHUE NCIUTHCS JINYHBIM

OIIBITOM. OI[HaKO HUCCICIOBAaHUC HC CTAaBUT cBocit OCJIbIO OKa3aTh HCIraTUBHOC BIINAHUC

Ha Y4YaCTHUKOB. HaHpOTI/IB, €ro 1IcJjib - BbIIBUTH MHCHHUA U OIIBIT y‘IHTCJ’IGﬁ " YUYCHUKOB.



[Tonmy4yeHHbIe pe3yIbTaThl HE MOBIUSAIOT Ha YCIIEBAEMOCTH BaIllero peOeHKa B IIKOJIE.
Bamr pebeHok, BO3MOXKHO, HE MTOTYYHUT MPSIMOIL MOJIB3BI OT 3TOTO UCCIIETOBAHHSL, OJHAKO
MBI HaJIeEMCsl, UYTO €T0 yYacTHE B CCIIEIOBAHUN MOXET CLIOCOOCTBOBATH OOJIbIIECH
OCBEJOMJICHHOCTHU O B3aMMHOM OLICHUBAHWM B CPEIHEH LIKOJIE, a TAKKE TOMY, UTO €TI0
OIIBIT MOXKET IIOMOYb IIPETOJABATEISAM YIIYUYLIUTh CBOIO JAEATEIBHOCTD 110 B3aUMHOMY

OLICHUBAaHUIO.

HHOAPOBHAA NTHO®OPMALIMA Ob UCCJIEJOBAHUNU (HEKOTOpBIE MyHKTHI

MOTYT ITOBTOPATHCSA):

Bamemy pebeHky npeanaraetcs NpUHATh Y4acTHE B UCCIICAOBAHUH 110 B3aUMHOMY
OLICHUBAHMIO B CPEIHEH 1IKOJIe. DTO UCCIIEOBAaHUE TPOBOAUTCS B 3 TOCYAapCTBEHHBIX
HIKoJIaX roposa Anmatsl. ABTOp UcciaenoBaHusa: AMuHa AiicapoBa, Hay4HbII
pykoBoutens: Keimbar CMakoBa, KaHIUAAT HayK Kadeapsl 00pa3oBaHUs U

T'YMaHUTapHbIX HayK YHuBepcurera SDU.
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Bam pebeHok ObL1 BEIOpaH B KaUueCTBE BO3MOXKHOT'O YYaCTHUKA, IOCKOJIBKY OH/OHA U3y4aeT

AQHIVIMMCKUU SA3BIK B TOCYAAPCTBEHHOU CPEAHEN LIKOJIE.

[Moxanyiicra, mpounTtaiite 3Ty GOpMy COTJIACHS U 3ajjaiiTe BCe MHTEPECYIOLINE Bac
BOIIPOCHI, IPEXK/IE UM JIaTh COTJIacHe Ha y4acTHe Ballero peOeHKa B UCCIIEOBAHUH.

MPOLIEAYPHI UCCJAETOBAHUSI:

Ecnu BBl maguTe pa3pelieHue Ha yJacTue Balero pedeHka B 3TOM UCCIIEOBAaHUM, €ro
IONPOCAT CHAENATh CIEIYIOIIEE:

VYyacTHuKaM OyJeT MpeUIoKeHO yJyacTHe B MHTEPBBIO ¢ uccienoBaTeneM. HTepBbio
Oyzaer anmuTbes mpuMepHo 20 MUHYT.

KOHOEINIUAJBHOCTbD:

3anucu 3Toro uccieaoBaHus Oy IyT XpaHUTHCS B TaifHe, U KOH(DUICHIIUAIBHOCTh
BaIero pedeHka Oyaer 3amuiieHa. B 1r000i oT4eT, KOTOPBI MOXKET OBITh
OIyOJIMKOBAH UCCIeoBaTeaeM, He OyIeT BKIIIOUeHa HUKaKas HIeHTU(GUIMpyomas
UHpOpMaLHSL.



WnentudunmpyemMsie 3alIucH UCCIIEI0BaHUS OyIyT XpaHUTHCS B HAJIC)KHOM MECTE, U
JIOCTYTI K HUM OyJIeT UMETh TOJIBKO HcclieioBaTelNb. Bee nannbie OyayT XpaHUThCs Ha
JKECTKOM JIUCKE y ucciaenoBatens. Bee 3amucu uccienoBanwuii ¢ uaeHTuGUIUpyeMoi
uHpopManuel, Bkitoyas yreepxkieHHble IRB mokyMeHTHI, 3anucu, CTeHOrpaMMBbl |
¢dopmbl cornacus, OyAyT YHUUTOXKEHBI ITyTeM YHUUYTOXXECHUS W/UITU yAaJIeHUs Yepes 3

roja.
JTOBPOBOJIBHBIA XAPAKTEP UCCJIEJOBAHUS:

VYdacTie B 3TOM HCCIIEI0OBAHUU SIBJISETCS TOOPOBOJIBHBIM M TpeOyeT Balliero
UH(POPMHUPOBAHHOTO coryacus. Bamie pemenue 00 yyacTUu MM HEYYaCTHH BaIIero
peOeHKa He MOBIUET Ha BAaIlld HBIHELTHUE WK OyAyIlire OTHOUICHHUS C YHUBEPCUTETOM
SDU wnnu mikonoi. Ecnu Bel pemure, uTo Bamn peOeHOK OyIeT yuacTBOBATh B
UCCIICIOBAaHUH, OH MOXET MPOIYCTHTD 10001 Bonpoc. OH TakKe MOKET OTKA3aThCs OT

y4acTHs B UCCIIEIOBAaHHUHU B J1000€ BpeMst 0e3 KaKuX-IT100 MOCIEICTBHIA.

KOHTAKTBI 1 BOITPOCHI:

Hccnenosatens, NpoBOAsIINI JaHHOE HccaenoBanue: AmuHa AlicapoBa. Eciu y Bac ecTb
BOIIPOCHI, BBl MOXKETE CBA3ATHCSI C UCCIIE0BATENIEM 110 afpecy: yauna /JoBxeHko, n1om 34,

+77479955676, 231302004@sdu.edu.kz. Hayunsrit pykoBoautens: KeimbaT CmakoBa,
KaHAMJaT Hayk, +77077338521, kymbat.smakova@sdu.edu.kz.

Komurer no stuke nncrurynuoHanbHbix uccinenoBanuii (IREC) Yuausepcurera SDU
paccMoTpen JaHHbIN MpoekT. Eciu y Bac BOSHUKIIM KaKUe-TM00 COMHEHUS
OTHOCHUTEIILHO TAHHOTO MCCJICIOBAHUS U/WIH BBl CUUTACTE, YTO BAIIIM IIPaBa Kak
y4acTHUKA (WK TIpaBa IPYroro y4acTHUKA) ObUTH HAPYIICHBI WM IPHYNHUIA BaM
HeolpaBJIaHHbIe CTpaganus ((GPU3HMUECKHUe WIH SMOIIMOHATBHBIE), TTOKATYHCTa,

cBsbkuTech ¢ anmunuctparopom IREC no aapecy: ropon Kackenen, yi. AGbuiait xaHa.


mailto:231302004@sdu.edu.kz
mailto:kymbat.smakova@sdu.edu.kz

3ASIBJIEHUE O COTJIACHUMU:

Mae 18 net wnu 60obie. Sl mpoYrTan v MOHSUT BBIICH3IOKEHHYI0 HHpopMaInio. S

Aaro COorjiacue Ha y4aCcTuc MocCro pGGGHKa B HCCIICIOBAaHUU.

IToanuce: MHara:
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Appendix C

Informed Consent Form for teachers

W
SDLUJ

UNIVERSITY

SDU University Research Ethics Committee

Informed Consent Form

You are invited to participate in a research study entitled:

“Peer Assessment as a Collaborative Learning Tool in EFL Secondary Classes”.

Research Purpose and Procedures.

The purpose of this study is 1) To determine EFL teachers’ perceptions of peer assessment in
secondary education. 2) To describe EFL students’ perceptions of peer assessment in
secondary education.

Possible risks

There are psychological risks of participation in this study because some of you may feel

reluctant to share personal experience. However, the research is not aimed at affecting

participants negatively. Instead, its goal is to detect opinions and experiences of teachers and

students. The findings will not affect your job.

Possible advantages of participation

Your participation will contribute to a greater awareness of peer assessment, as well as the

fact that your experience may help instructors improve their peer assessment activities.
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Confidentiality & Privacy. Within reason, any personal information obtained as a result of
participation will be kept confidential to the greatest extent possible. However, total

confidentiality cannot be assured.

Contact information: 231302004 @sdu.edu.kz, +77479955676

Voluntary Nature of the Study. It is strictly voluntary as to whether to participate in this

study or not. You have a right to withdraw your agreement to participate at any time.

Estimated duration of the research: two months

Statement of Consent

L , agree to participate in this study

voluntarily. I have been made aware of the research purpose and objectives and clearly

understand what is expected from me.

I know that it is voluntary to participate in this study and I have complete freedom to
withdraw my consent at any time without providing any reasons and in this case there will be

no negative consequences to me.

I understand that any personal information obtained in this study will be kept confidential.
Signature: _ Date: __

Researcher: Amina Aisarova

Signature: Date:___


mailto:231302004@sdu.edu.kz
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Appendix D

Interview Questions for Teachers
Thank you for your interest in this research study that explores your perspectives on peer
assessment. As a reminder, these conversations are confidential. We will only be saving the
audio recording of this discussion. We encourage you to be sincere - your identity will only
be known to the researcher. This interview should last about 30 minutes, and I will be asking
you questions about how you tend to organize peer assessment activities (if ever), challenges
you may face, and how you think it can be improved. As we go along, please let me know if

any questions require clarification. Do you have any questions before we begin?

Peer assessment (PA) is a process in which students provide feedback or evaluate the work of
other students. The purpose of this assessment is to help classmates improve their learning.
Demographic questions

Name, Surname:

Age:

School:

Teaching experience:

1 Do you use PA in your lessons?

If yes, describe your experience

If no, explain why you do not use PA

2 Can you describe your behavior during PA? How you start this activity and what you do in
the end?

3 How often do you think PA can be used in EFL lessons?

4 In which form (formative, summative) is PA used in your lessons?

5 What advantages of PA activities can you name (if any)?

6 How do you think your students feel when being assessed by their fellow student?
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7 How do you think your students feel when assessing other students?

8 Have you experienced any challenges when implementing PA activities?

If yes, can you please describe them

9 How these challenges can be minimized?

10 Do you think PA affects students’ performance? If yes, in what ways?

11 Do you usually put grades assigned by students?

12 Can you consider PA to be an objective tool for assigning grades?

13 What language skills (reading, writing, speaking, listening) can be improved through PA
the most?

14 What conditions can be created by the teacher to make the best of this method?

15 What recommendations can you give for other teachers to improve PA activities?
Closing

Do you have any other thoughts on the topic peer assessment that you have not yet had a

chance to express?
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Appendix E

Interview Questions for Students
bnarogapuM Bac 3a IposIBIEHHBIN HHTEPEC K ATOMY MCCIIEA0BAaHUIO, B KOTOPOM
paccMaTpuBarOTCs Ballll B3IUIAbl HA B3aUMHOE olleHuBaHue. Hamomunaem, yTo Bamm
OTBETHI SABJSIOTCS KOH(PUACHIIMATEHBIMU. MBI COXpaHUM TOJIBKO ayAHO03AIHCh 3TOT0
UHTEPBBIO. MBI IPU3BIBAEM Bac OBITh HCKPEHHUMH - Ballla JIMYHOCTH OY/JIeT N3BECTHA TOJIBKO
UCCIIEIOBATENI0. DTO MHTEPBBIO MPOIUTCS 0KoJI0 20 MUHYT, U s Oyy 3a7aBaTh BaM
BOIIPOCHI O TOM, KaK BbI OOBIYHO MTPOUCXOIAT 331aHUSI B3AUMHOT'O OLICHUBAHUS (€CIIH
IIPOUCXOMAT), C KAKUMHU TPYAHOCTSMU Bbl MOXKETE CTOJIKHYTBCS U KaK, 110 BallleMy MHEHHUIO,
9TO MOKHO yIy4IuTh. [1o Xoxy paboTsl, moxanyicTa, JaiiTe MHE 3HATh, €CITM KaKue-T1u00
BOIIPOCHI MOTPEOYIOT pa3bsiCHEHU. Y Bac €CTh Kakue-HUOY (b BOIIPOCHI, TIPEXKJIE YEM MbI
HayHeM?
Bsaumnoe onenuBanue (BO) - 3To npotuecc, B X01€ KOTOPOro ydaluecs IpeaoCTaBisoT

00paTHYIO CBSA3b WIM OLIEHUBAIOT paboTy Apyrux ydammxcs. Lleas sToro oneHnBanus -
IIOMOYb OJHOKJIACCHUKAM YJIYy4YLIUTh CBOU 3HAHHUS.

Jlemoepaguueckue oanmuvie:
Wms, @amunus:

Bospacr:

Knacc:

1 Ucnonb3yercs 1M B3aMMHOE OLICHMBAHKME HA YPOKaX aHIVIMHCKOIO y Bac B LIKOJIE?

2 Ecnm na, To xak yacto? Ecnu Het, To xoTesn(a) Obl Thl y4aCTBOBATh B TAKOM METOIE
OIICHUBAHUS?

3 Cauraenib T Thl BXKHBIM J1aBaTh YY€HUKAM BO3MOXXHOCTh OLICHUBATH APYT Apyra?

4 Kakyto (hopMy B3aMMHOTO OLIEHUBAHUS ThI IPEAIOYUTACIIb OOJIbIIE BCEro?

5 Ecnu T uMeri(a) ONbIT OLIEHUBAaHUS pabOThI CBOETO OJHOKIACCHUKA, KAKHE YYBCTBA ThI
ucnbIThiBaII(a)?

6 Eciu TBOIO paboTy KOTIa-1n00 OIICHUBAI OJTHOKIACCHUK, KAKUE YyBCTBA ThI
ucnbIThiBaI(a)?

7 CunTaemib JH Thl OLIEHKY, TOCTABJICHHYIO Te0€ OJTHOKIACCHUKOM 3aCITy>KEHHON?

8 Ecnu korna-HuOy1b TBOM OHOKIIACCHUK J1aBajl TeOe yCTHbIE pEeKOMEH AU 0
YIIyUIICHUIO TBOEH pabOTHI, MPUCITYIIUBAJICS JIU ThI K €T0 COBETaM?

9 Kakue mitochbl B3aUMHOTO OLICHUBAHUS Thl MOKEIb EPEUUCINUTD?

10 C xakuMu MUHYCaMHU B3aUMHOT'O OLICHUBAHHUS ThI CTOJIKHYJICS (MOT OBl CTOJIKHYTHCS)?
11 Kakum 06pazom MOKHO n30exaTh MpodsieM, BOSHUKIINX Ipu BO?

12 MoKeT 11 OTIBIT B3aUMHOTO OIEHUBAHUS MPUTOTUTCS TeOe B Oyayiem?
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Ecnu na, To kakum o6pazom? Ecnu Het, TO mouemy?
13 Kakue yciioBusl TOIDKEH CO3aTh yUUTEIb, YTOOBI C/IENaTh MPOLEecC B3aUMHOTO

ouieHuBaHus 6osee 3PPEKTUBHBIM?
14 Kakue HaBBIKY NPH U3YYECHUHU AHTJIMHCKOTO S3bIKAa MOTYT OBITh Pa3BHUTHI OOJIBILE BCETO C

MIOMOIIBIO B3aUMHOT'O OLICHUBaHHS?
15 Moxert iu BO ObITh TakuMm e 3()(HEeKTUBHBIM KaK OIICHUBAHUE yUUTeNIeM?

Saxnouenue
EcTh mu y Bac kakue-mub0 MBICTH 110 TEME B3aUMHOTO OI[CHUBAHUS, KOTOPHIE BBl HE YCIIEIH

BBICKA3aTh B X0JI€ UHTEPBbHIO?



	4d7438048901aab1c67d383b33800a50e89743979a0b3f253e7f758637fd1785.pdf
	4d7438048901aab1c67d383b33800a50e89743979a0b3f253e7f758637fd1785.pdf
	4d7438048901aab1c67d383b33800a50e89743979a0b3f253e7f758637fd1785.pdf

